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“Myths are not always lies. They express important truths. They do not provide a precise record of events, but that is because they serve other purposes. Myths idealize. They also demonize and marginalize” (Francis, 11). Myths are the stories of a nationalist agenda. The system of Canadian mythologies is interwoven into the teaching and learning of Social Sciences and History. This learning, guided by curriculum documents, serves a political purpose in the shaping of ‘historical knowledge’[footnoteRef:1] and the production of learners who understand their identities in “selected languages of remembering and forgetting” within national narratives (Smith, 148). Particular representations of nation, community, and belonging emerge in the narratives of human relationships in the Ontario Social Studies and History curriculum. To look beyond a grand image of our nation is difficult, but necessary in confronting the settler imagination. In order to understand our roles in the imposition of colonial violence upon Indigenous peoples of Canada, a reflexive analysis of Ontario curriculum pedagogies and materials in the reaffirmation of racial hierarchies is necessary. A crucial pathway to this understanding emerges through the settler mythology of Louis Riel, who led the Red River Resistance of 1869-1870 and the North-West Rebellion in 1885. Riel sought to protect the rights of the Métis peoples of the Red River settlement in Manitoba, “warning of the dangers of the government-ordered survey of Métis land” in the development of the West and the building of the Canadian Pacific Railway (Boyden, 192).  [1:  This term is in quotations to remind the reader to question their perception of knowledge. What is knowledge? How does the history we learn become truth and absolute knowledge? The educational institution remains a powerful site of knowledge production that yields specific national ideologies. Within a settler society “racialized tropes deployed in the social construction of racialized identities and the representation of marginalized bodies as ‘racial others’ are heavily encoded in prevailing ideologies that maintain the validity of conventional knowledge” (Dei, Calliste, 11). Think about how knowledge is given authority in euro-western contexts and how this knowledge simultaneously works to suppress other racialized knowledges. In quotations, the learned ‘historical knowledge’ becomes subjective.] 

Examining the settler imaginings of Louis Riel in the Grade 8 teaching and learning of Canadian nation building enables educators to challenge nationalist curriculum narratives to understand settler positions in the displacement and removal of Indigenous peoples and the anxieties surrounding landownership. This paper examines how narratives of settler landownership in the Ontario Social Science and History curriculum, which is situated in euro-western pedagogies, ignore ongoing colonial violence towards Indigenous peoples and perpetuate the ideology of inevitable ‘peaceful’ interrelationships in national contexts. Through the textual and visual analysis of settler representations of Louis Riel in relation to Ontario curriculum document expectations, I argue that the settler imaginary of landownership remains embedded in the transmission of knowledge between educators and learners. Although representations of Riel are not discussed in all of the narratives I present, he stands as a metaphor of appropriation of identity, in which the settler authors the ‘indigenous subject’ to understand his or herself in relation to the land on which he or she resides. Educators are not given the tools or decolonial methodologies to deconstruct such naturalized reproductions of settler superiority over the ‘Indigenous body’ and ways of knowing. 
The arguments in this work call educators and teacher candidates to begin to tread in the vocabularies of colonial deconstruction and to examine the status quo the nationalist narrative serves to reproduce. A teaching pedagogy and methodology will not change overnight, however, the questions raised require educators to reflect on what they have learned and also what they have not. First, it is important to discuss the introduction and implementation of the recent Truth and Reconciliation of Canada in the context of settler perception. The Commission may name certain instructions and processes to become part of Canada’s education system, however, the existence of a document does not mean decolonial action comes to fruition within the Ministry of Education of Ontario or in the daily interactions between educators and learners. Educators must not mistake the release of the Commission as a good intention that receives no ongoing analysis or engagement. Secondly, the following section presents a theoretical overview of the settler colonial understanding of self and nation in relation to land acquirement and ownership. To examine the colonial relationship presented in Ontario curriculum means to confront the self, which is part of that very relationship. Without confronting our positions in colonial processes, settler Canadians can so easily retreat to simple narratives of identity and nation building through the perception of peaceful compromise with Indigenous peoples. The next section illustrates these colonial relationships using specific examples within Social Science and History curriculum. Canadians learn a specific ordering and strategic placement of the ‘Indigenous body’ to ensure settler comfortability and complacency. An analysis of textbook and curriculum placing of settler Canadians and Indigenous peoples allows educators and learners to deconstruct the colonial narratives they have reproduced to legitimize nation building and landownership. Louis Riel is just one example of Indigenous personhood who is used to illustrate a story with a settler beginning and a settler ending of inevitable European permanence. Lastly, the conclusion of this paper ruptures education’s sole reliance on western pedagogies and questions the absence of Indigenous ways of knowing and methodologies in curriculum language and teacher training using the idea of the “third space”. In other words, educators must create the decolonial spaces to fill colonial gaps in curriculum narrative and transmission to learners. 
Before approaching enormous institutional issues, it is imperative to name difficulties in writing about racial relationships. I find it imperative to discuss the problem of pronoun. I want to identify my audience as teacher candidates and educators in Ontario to explore the relationships between Canadians and Indigenous peoples of Canada as represented in Ontario curriculum and textbook material. When talking about the formation of the Canadian nation I rely on the use of “us”, “our”, and “we” to stake the settler’s positionality in the colonial institution of education; including my own. Acknowledging the trouble of fitting people into categories of national belonging is necessary. Discussion of curriculum analysis, here, attempts to move beyond binaries of Indigenous and non-Indigenous peoples in Canada or the “us” and “them” mentality and ask educators, both Indigenous and non-Indigenous, to reach for decolonial pathways by challenging the familiar.
Secondly, the insertion of the term ‘Indigenous body’ names a reoccurring colonial relationship between settler Canadians and Indigenous peoples in Canada embedded in euro-western concepts of land both before and after contact. This particular term is not intended to attach to pre-existing stereotypes settler Canadians have imagined Indigenous peoples to be over time. However, it is meant to examine the nameless person who is Indigenous throughout past and present Canadian historical narratives. Canadians remember historical figures deemed significant in contribution to national identity while placing racialized others into generalized groups. For example, power remains with the named, Canadian Prime minister, Sir John A. Macdonald within nation building, whose leadership is valourized in contexts of social justice as he is depicted as “sensitive to the problems of other people” in textbook language (Flashback Canada, 5th ed., 2008, 20). The power we give to white Canadians in nationalist histories illustrates how settler narratives erase Indigenous individualism and agency. A result of Social Science and History learning projects a settler imaginary of Indigenous peoples and cultures rather than Indigenous “people as people” (Bird, 62). 
Ontario Social Science and History curriculum demonstrates that while “the conception of ‘Indian’ as Romantic Mythical Other is alive and well, real Indians are to a large extent invisible” (Dion, 329). Qualities that stir emotion, such as bravery, justice, empathy, and martyrdom are used to personify Canadian heroes and individuals in settler colonial narratives. ‘Indigenous bodies’ within settler narratives receive human qualities that deem them inferior, are usually nameless, and exist in settler representations of Indigenous culture, which silence Indigenous participation in Canada’s history and naturalize landownership and peaceful domination in settler imaginaries. Niigaanwewidam Sinclair points out that named Indigenous peoples within settler narratives, such as Crowfoot, chief of the Siksika First Nation during the 19th century, emphasize relationships where the settler gained access to land and resources through ‘less violent’ negotiation (Sinclair, “There is No Future Without Indigenous Knowledge: Indigenizing Intellectual Spaces”, Queen’s University, September 30, 2015). This relationship between the Canadian hero and the nameless person who is Indigenous is reiterated in historical material in the classroom and removes violent actions by Canadians, the Canadian government and its law systems. For example, the murder of Dudley George, an Ojibwa man of the Kettle and Stony Point First Nation during a protest by Ontario Provincial Police officer, Ken Deane is presented briefly in a contemporary section of the 2000 edition of Cruxton/Wilson’s Flashback Canada textbook intended for Grade 8 History learning. Here, George is written in as “the Aboriginal man” (149). His namelessness allows Canadian forgetfulness within settler society. He is someone we do not have to remember. The absence of Dudley George’s presence as a named individual permits settler Canadians to imagine themselves and their government as non-violent.
	To rely on a single national narrative is to depend on a methodology that fails to challenge settler objectives of landownership and one that continues to dictate representations of Indigenous peoples. Without opening a “third space” where knowledges can be shared, Indigenous peoples of Canada are categorized into certain curriculum places where the settler sees fit, appropriating their presence in the building of the nation to fit an imaginary of non-violent Canada. The educator finds these places, first in Grade 3 Social Science curriculum where learners explore the relationships of European settlers and Indigenous peoples from 1780-1850. Indigenous content is excluded from Grade 4 learning of ancient civilizations, but included again in Grade 5 within post-contact histories of the New France fur trade industry and European imperial struggles. The positioning of Indigenous peoples as competing alliances in the transition of New France to British North America extends into Grade 7 History curriculum and ends in Grade 8 with the building of the nation through Confederation and the settlement of the West (The Ontario Curriculum, Social Science: Grades 1-6, 2013). Here, the hanging of Louis Riel acts as the pivotal moment of national commencement and the assurance of settler survival. Placement of Indigenous peoples in the curriculum is not just comprised of random insertions; rather, it serves to safeguard Canadian self-perception as a peaceful and non-violent nation, while suggesting that colonialism only occurred at certain points in our country’s history (Veracini, 108). For example, in the textbook Flashback Canada within the context of Confederation and the forming of the nation, the section “Historical Highlights” claims that from 1874 to 1905 the responsibilities of the Royal Canadian Mounted Police consisted of “general law enforcement, establishing friendly relations with Aboriginal peoples, [and] helping settlers” (Cruxton/Wilson, 135). The mention of Indigenous peoples here, appropriates their identities by the legal and political institution and uses it to ignore the violence perpetrated by settlers and the state in the removal of Indigenous peoples from their lands and restrictions of autonomy.[footnoteRef:2] Finally, the inclusion of content of Indigenous peoples in Canada in the 2013 revision of Ontario History curriculum remains optional in a narrative much more focussed in Canada’s international contribution (The Ontario Curriculum, History: Grades 9-12, 2013). Secondary school learners are required to take History in Grade 10 and perhaps, will only come into Indigenous content and learning if they choose to take corresponding History and Native Studies courses if offered at their school. [2:  The ongoing “policing”, surveillance and “punishment of Indigenous peoples evolved as an inherent part of the colonial state-building process” on the 19th century western Canadian frontier (Nettelbeck, Smandych, 356). In “Policing Indigenous Peoples on Two Colonial Frontiers: Australia’s Mounted Police and Canada’s North-West Mounted Police” Nettelbeck and Smandych demonstrate that the Canadian government “relied upon mounted forces to facilitate Indigenous people’s subjugation to colonial law and aid the establishment of agricultural and early industrial capitalist economies through land acquisition and settlement” (357). To achieve state goals, the North-West mounted police were tasked to reduce the autonomy and mobility of Indigenous peoples. Efforts to contain Indigenous peoples on reserves by the North-West Mounted police in cooperation with the state, included such measures as food rationing and the pass system. This law “required Indians to have a pass signed by an Indian agent in order to leave their reserve” (Nettelbeck, Smandych, 366).] 

Each curriculum document provides a specific code of knowledge delivery, where the educator is introduced to a general methodology followed by units of content for each grade. The units encompass “overall expectations”, which provide the overarching themes to be covered within a sequence of learning material. The narrative of the unit is a compromise of content selection that the educator pieces together through the “specific expectations” offered. All representations of Indigenous peoples are inserted into this euro-western pedagogical framework that educators and learners rely on in the transmission of ‘historical knowledge’. This current model of curriculum continues to learn about Indigenous peoples and not from them. By creating a “third space” to the development of Ontario curriculum the settler Canadian organization of “overall” and “specific” expectations would be interrupted. Indigenous knowledges, pedagogies, and learning expectations directed by Indigenous peoples would become embedded in curriculum language itself. To organize the curriculum expectations in a tangible way, educators place the narrative and how they will deliver it in the form of a lesson plan. Lesson plans can be developed in a variety of ways; however, they usually contain the list of expectations and the content areas from the curriculum that will be covered. The ability for the teacher in training to produce lesson plans using curriculum and textbook narratives becomes the larger part of his or her evaluation. Lesson planning then becomes a process of reiteration of curriculum content that is to be delivered to the learner. An interruption of this process needs to become pedagogical practice in teacher education to, again, include a ‘third space’ of decolonial discourse where alternative ways of knowing are offered and the curriculum narrative itself falls under scrutiny (Bear Nicolas, 25). The ‘third space’ as discussed in Kevin Bruyneel’s theoretical understandings of Indigenous sovereignty in relation to the American political system illustrates the settler’s ambiguity to the inclusion of Indigenous ways of knowing in the make-up and delivery of information at all levels in the Canadian education system. To become comfortable in a curriculum narrative without room for critique is to make the settler content with not knowing his or her position in colonial violence and the erasure of Indigenous peoples in Canada.
The “third space”, as Bruyneel defines it within a political scope, is a “system wherein settler and indigenous politics can co-exist, overlap, and interweave jurisdictions” through decolonial conversations (218). Let us explore the “third space” in terms of Canadian education, educational pedagogy and methodology. This space is created by the recognition of Indigenous sovereignty at all levels of the Canadian education system. The strategic placement of Indigenous peoples in Ontario curriculum over time presents “an effort to constrain tribal sovereignty, treaty rights, indigenous identity, and indigenous political expression” (xiv). For example, holding Indigenous content solely in historical frameworks in teaching and learning attempts to erase Indigenous resistance and demands for sovereignty in Canada today. Bruyneel identifies various colonial behaviours that act as barriers to the “third space”. Just as the settler is ambiguous as to where Indigenous peoples fit within the Canadian political system, educators are unsure about how to include Indigenous peoples in teaching and learning in the classroom. Educators may rely on many binaries when teaching Indigenous content; “assimilation or secession, inside or outside, modern or traditional, and so on” (217). The inclusion and recognition of Indigenous pedagogy, methodology and perspective in teaching in learning does not destroy western knowledge and perspective in Ontario curriculum. Nor does the Canadian state fall away at the recognition of “inherent sovereignty” for Indigenous peoples. This invites educators to refuse the hierarchal jurisdiction of colonization and avoid the assumption that Indigenous knowledge and histories depend on the existence of Canadian society itself. A “third space” cannot be opened if educators rely on colonial guidelines to understand settler-indigenous relationships in Canada. Such a system requires an educational “space of sovereignty and/or citizenship that is inadmissible to the modern liberal democratic settler-state and nation” (217).
The hesitation to create a ‘third space’ in teaching and learning remained present in many instances of my educational experiences from primary school to university. My elementary school, formerly a secondary school until 1988, is named after Chief Tecumseh. When you walk in the foyer of the building, a large totem pole stretches to the ceiling, the profile of a brave is painted on the wall of the gym and featured on all the sports uniforms, and a painting of Tecumseh hangs in the library. We were the “Braves” and we recited this every time a point was won against an opposing sports team. I learned that Tecumseh had died in the War of 1812 helping the British to defeat the Americans for the land I lived on. The access to Indigenous education and content in secondary school was non-existent, as Native Studies courses were not offered during my five years there and Indigenous peoples were absent in the themes covered in History classes. I lived fifteen minutes away from the Walpole Island Reserve while the youth from the reserve went to high school in the neighbouring town. The information I received about the reserve was formulated by the settler imaginary surrounding it. Usually Indigenous peoples in history textbooks showed up when they clashed with the settlers, and this pattern was exemplified in social interactions (Francis, 76). Indigenous people were called upon in conversations of blame or categorization of what the settler believed himself or herself not to be. In an academic setting, I did not encounter Indigenous content until the final years of my undergraduate degree in History. I began to learn that, in fact, ignorance was a large part of my education. This realization was reiterated in my teacher’s college Social Studies methodologies class, where the first assignment was to pick a European explorer and write a newspaper article celebrating his accomplishments. The culminating assignment was to reiterate curriculum expectations through presenting a lesson plan in front of the class. This uncritical approach to the curriculum celebrating colonial settler narratives is exactly what I want to problematize in the transmission of learning expectations from the educator to the learner. While learning to become a teacher, no decolonizing or Indigenous methodologies were discussed. Ignorance and complacency prevailed in all the “knowledge” I was given.
In approaching these complex and structural issues in education, larger questions begin to emerge. After reading through the Ontario Social Studies and History curriculum, I found many facets which I could critique and deconstruct; however, it is beyond the scope of this inquiry to explore the methods of curriculum creation and approval. In other words, within my deconstructions I must acknowledge what a monumental task it would be to comprise curriculum and to make decisions regarding the inclusion and exclusion of content. If you had authority over the amendments of curriculum and the historical narratives the Ontario child would learn, where would you begin? The explorations discussed, stand only as observations of the historical narrative being taught to the Ontario learner from a settler Canadian perspective trained in History and teacher education within western academic settings. It is also important not to make “assumptions that teachers can critically examine” colonial settler experience and Indigenous ways of knowing (Godlewska, 428). Much of the content on relations between Canadians and Indigenous peoples is skewed through various media depictions. These representations consolidate settler stereotypes of Indigenous peoples and erase their voices to promote political and corporate agendas. To ask the teacher to change his or her entire teaching methodology to one of a decolonizing lens would first, start with a critical look into the teaching and learning in Ontario’s teacher’s college programs. If no opportunities to challenge current curriculum and western knowledge are given in teacher training, then teachers surely will not have the tools to complicate settler narratives, but will just stick to them. The investigation of this paper may uncover hidden themes in the Ontario History curriculum and how these themes may be interpreted by teachers and learners. It does not propose policy changes or additions to current curriculum, however, it pushes educators and learners to challenge colonial representations through decolonial inquiry in the classroom. The arguments presented uncover foundational barriers to intercultural truths in the creation and implementation of Social Science and History curriculum within the Ontario system of education. Changing the approach to teaching and learning is necessary in order to grasp positive ongoing reconciliatory relationships. 
“Education for reconciliation” (The Truth and Reconciliation Commission of Canada)
	To contemporize this issue within the contexts of Ontario education, it is necessary to evaluate the goals of the Truth and Reconciliation Commission of Canada (TRC). After the 2008 Indian Residential School apology by Prime Minister Stephen Harper, the development and implementation of the Commission, whose last report was released in December of 2015, stands as an effort by Indigenous peoples to recognize and make Canadians aware of Canada’s genocide of Indigenous peoples through Indian Residential Schools (APTN, Dec. 2, 2015). The Commission “is tasked with undertaking a truth-telling and reconciliation process, producing a report on the residential school system and its aftermath, and making recommendations to government based on its findings” (Regan, 6). A section of the TRC, which presents ninety-four calls to action to be implemented and upheld by the Canadian government, highlights demands through which the education system must change in order for attempts at reconciliation to be made and maintained. A particular theme within the educational mandates addresses the gaps in funding between on- and off-reserve Indigenous children and the average Canadian child (Truth and Reconciliation Commission, 148-149). The TRC notes the failure of the Canadian government to address this gap, as it was also brought to attention in the National Indian Brotherhood’s Indian Control of Indian Education document in the early 1970s (National Indian Brotherhood, 1972).[footnoteRef:3] [3:  The National Indian Brotherhood was later changed to the Assembly of First Nations in 1982.] 

	Another theme of the TRC addresses the argument of this paper, confronting the educational content and methodology Canadian learners are subjected to in the representations of Indigenous peoples over time. The questioning of Indigenous subject matter in Canadian education is located within the mandates titled “Education for Reconciliation”, where some of the clauses include the development of: 
“…age appropriate curriculum on residential schools, Treaties, and Aboriginals’ historical and contemporary contributions [as] a mandatory education requirement for Kindergarten to Grade 12…necessary funding to post-secondary institutions to educate teachers on how to integrate Indigenous knowledge and teaching methods into the classroom… and …building student capacity for intercultural understanding, empathy and mutual respect” (TRC, 331).

These positive changes to the Canadian education system would require complete transformations at various levels, including government funding (provincial and federal), curriculum reform, teacher training, and the everyday learning experiences taking place within the classroom. However, the requirement of Indigenous presence and contributions of knowledge in the classroom is not the addition of content about Indigenous peoples in teaching and learning. For example, taking the term ‘residential school’ out of optional parenthesis of curriculum and into required delivery does not promise the confronting of ongoing settler violence towards Indigenous peoples.  Content about Indigenous peoples positions them as subjects in a Canadian narrative and denies the authorship of their own past, presence and future. 
Not only is the placement of Indigenous content strategic in the making of Canada’s national narrative, but also the ways in which it is presented to educators as optional makes each student’s experience of learning about Indigenous issues very different. This can be problematic for moments of ‘truth-telling’ and deconstructing past and present violence against Indigenous peoples. Recognizing the vast amount that teachers must cover in one particular course, exposure to certain events becomes “hit or miss” and a “third space” for decolonial inquiry does not arise in the delivery of narrative from teacher to student. This very much hinders the aims of the Truth and Reconciliation Commission in regards to residential school education and awareness. For example, in the context of WWI and the Great Depression, Grade 10 students are asked to “describe attitudes towards and significant actions affecting ethnocultural minority groups in Canada during this time (e.g., with reference to racism and antisemitism, segregation, discrimination in jobs and housing, residential schools, restrictions imposed by the Indian Act or the Chinese Immigration Act of 1923, groups helping new immigrants) and explain their impact” (The Ontario Curriculum, Canadian and World Studies, Grades 9-10, 113). The listing of these optional examples within this specific expectation prioritizes certain narratives over others and highlights the removal of ‘truth-telling’ about the violence of residential schools from mandatory expectations of teaching and learning. 
If teachers had the time and resources to include lessons on residential schools what narratives would be presented? Cautions against a simple residential school narrative are discussed by Regan in Unsettling the Settler Within: Indian Residential Schools, Truth Telling, and Reconciliation in Canada, where reproductions of media in the wake of the TRC have focussed on the legal picture of residential schools. Only the surface is scratched, as content may focus on the physical, emotional and sexual abuse that Indigenous children suffered at the hands of the church and state staff. This content needs to be presented within the classroom; however, it places the blame of violence on individual perpetrators, which “cannot address the collective and intergenerational harms, such as loss of language and culture, which many students experienced” (9). Again, conversations of reconciliation cannot occur with the current insertions of Indigenous content; here, content simply is not enough (Lowry, ‘Rethinking Reconciliation’, Queen’s University, Nov. 13, 2015).
Certain language in the curriculum also suggests that pathways of reconciliation between mainstream Canadians, their governments and Indigenous peoples have already been created and maintained within society. For example, in the mandatory Grade 10 History course, “Canadian History since World War I”, in the context of the early 1980s to the present, students are expected to “assess the significance of public acknowledgements and/or commemoration in Canada of past human tragedies and human rights violations, both domestic and international” (The Ontario Social Science Curriculum: Gr. 9-10, 2013, 124). To ‘assess’ means to perhaps question events such as the 2008 Harper apology for Indian Residential Schools and the direct and intergenerational impacts they have had on Indigenous peoples and whether or not simply saying sorry is adequate for the mending of relationships. It is hard to measure the weight of the language in curriculum and the inquiry through discussion that actually takes place in the classroom. The “sorry” discourse is explored in the context of wider public awareness in “The Truth and Reconciliation Commission of Canada: Insights into the Goal of Transformative Education” where author Karina Czyzewski argues:
“…that through these shaming events the body politic moves too quickly through guilt, shame and mourning in hopes of ‘putting the past behind us’, or in other words: now that non-Indigenous Canadians have felt bad, they are entitled and empowered to feel good again… When non-Aboriginal guilt becomes the focus of any process meant to address historical wrongs, Aboriginal pain is then appropriated and then transformed. This transformation is the recreation of colonial relationships” (5).	 

Students may become aware of the 2008 apology, but leave the classroom without the necessary tools to deconstruct it. This gives authority to government decisions and actions without hearing Indigenous responses and critically questioning feelings of sadness, guilt and shame. The fact that these issues are not part of mandatory learning within the curriculum suggests that apology discourses symbolize reconciliatory action and require no further consultations or relationship building between Canadians and Indigenous peoples. A decolonial pedagogy of the “third space” should not simply be used for a particular lesson and then stopped, but is an overarching approach to the teaching and learning within all disciplines. Reliance on an apology narrative in the learning of Residential school history further erases Indigenous presence by centring mainstream Canadians as ‘peacemaking’ initiators.
“Education for Reconciliation” as part of the TRC perhaps precedes important processes that must take place, where focus turns first on the ‘truth’ in Truth and Reconciliation (TRC, 331). Rather it is the uncomfortable colonial truths that must confront us in places we may not want to be confronted, such as the classroom. The larger question is, how do we incorporate these violent ‘truths’ and difficult sites of trauma that may contradict who we imagine ourselves to be as Canadians into the curriculum and pedagogical approach to teaching and learning? These issues are parts of monumental power structures capable of reproducing colonial, Euro-western images. However, we do have various points by which we can deconstruct these ideologies.
Confronting Settler Imaginaries of Landownership
To understand further the settler colonial ideology-strategy of landownership in the classroom we must realize how the curriculum, our language, our terms, and our actions, reproduce ideologies that defend the idea of superiority over land and naturalize the displacement of Indigenous peoples. The colonial realities we live do not simply rest in the historical narratives of the Canadian fur trade era, which is an isolated story of colonialism we hear. This learning pits colonialism and the dispossession of Indigenous peoples for setter control of land as a temporary happening of our nation’s history. Such a narrative remains embedded within the ideology of economic gain where settlers and Indigenous peoples formed reciprocal relationships to gain capital throughout the fur trade era. The violence of colonial dispossession and removal of Indigenous peoples is ignored or rather justified with an emphasis on partnerships between settlers and Indigenous peoples to acquire capital. The Indigenous subject is positioned as a partner in the settler quest for land, industry and wealth. Understanding settler colonial narratives of land acquisition and ownership would call for a curriculum that first, examines and inquires about the settler and the settler’s ideology. What are the various layers of erasure and removal of Indigenous peoples that allow the land to be cleared, settled, built upon, institutionalized, and for a teacher to stand in front of a room full of learners transmitting ‘historical knowledge’? To approach such alternative inquiries about colonial power rather than the historical narratives we are given, educators must further understand settler motivations and behaviours to spur opportunities of unlearning and deconstructing justifications of landownership. How the Canadian learns that the settler nation simply has and has always had access to the land through peaceful relationships must be problematized.
To disrupt the perception of national morality is to perhaps, confront the self, which can be a difficult conversation to have within the classroom. Especially when decolonial discourses should be embedded in educational pedagogies, not as an isolated teaching moment. To undo an institution within an institution is a monumental process. How can the educator and learner initiate and engage in these conversations within the everyday interactions of the classroom? First, we can explore points of recognition of the colonial behaviors that create and comply with settler landownership. In his work Settler Collective, Founding Violence and Disavowel: The Settler Situation, Lorenzo Veracini attempts the difficult task of naming settler ideology. In the process of the removal and othering of Indigenous peoples, the settler imagines an ongoing return to the land, and that the settler himself is attempting indigeneity (95). Veracini argues that “settler citizenship is seen as conditioned on property of and residency on the land. The settler citizen is therefore territorialised in unprecedented ways (hence the pivotal importance of the term ‘settler’, which implies a marked degree of fixation)” (367). The concept of the settler is created through the colonial ideology of terra nullius, where the settler/explorer arrived to an empty North American landscape ripe with resources for the taking. For example in the third grade, learners must: 
“identify some of the main factors that helped shape the development of settlements in Canada during this period (e.g. the establishment of trading posts based on trade routes and the knowledge of First Nations peoples; navigable lakes and rivers for trade and transportation; climate; proximity to natural resources; the origins of settlers) and describe how physical features of the land (e.g. topography, proximity to water, fertility of the soil) and the availability of goods and services (e.g. mills, churches, roads) can facilitate settlement and enhance community life” (The Ontario Curriculum, Social Science: Grades 1-6, 2013). 

Through these explorations, educators and learners transmit the narrative that domination over land with the help of Indigenous peoples themselves allows for economic prosperity, growth of infrastructure, and the increased possibility of settler comfort and permanence. It is important to note that the inclusion of settler land owning narratives in this particular learning expectation is held in contention with expectations highlighting the very impacts of settler expansion on Indigenous peoples. Learning about settler strategies of land and resource ownership within the same learning of settler colonial upheaval of Indigenous peoples creates a confusing narrative, where partnerships mask violence and settler dominance becomes inevitable.
The consolidation and maintaining of settler landownership is reproduced through the reliance on western pedagogy and practice in Canadian education. Colonial ideology is recycled through action and speech within the institution, through the transmission of material between teacher and learner, and the use of curriculum as a textual guide to knowledge whether we are aware of it or not. Our complicity with the perpetuation of western ideologies in the education system can largely go unnoticed— 
“…the dynamics of a reproductive model [to] unfold [in which]…Ideology is completely removed from any notion of intentionality [being instead]…defined as those systems of meanings, representations, and values represented in concrete practices that structure the unconsciousness… Men ‘live’ their ideologies as the Cartesian ‘saw’ the moon at two hundred paces away: not at all as a form of consciousness, but as an object of their ‘world’—as their world itself” (Giroux, 264). 

This image of ideology can be also metaphorically equated to the natural reactions of breathing or the beating heart; the privileged being aware that ideology is “natural”—it happens; it affects us; but we cannot think outside of its parameters, without extraordinary effort. To those considered “other” who are placed on the margins of dominant society, the moon becomes an obstacle, the light illuminating all of the injustices, impositions, and violences that the dominant culture—no matter the good intentions it contains—creates. Without consciously confronting the colonial ideologies embedded in Canadian society, we position western knowledge as the only knowledge and are willingly complacent in the refusal to recognize Indigenous presence and knowledge systems in teaching and learning environments. Opportunities of decolonial learning can be had when teachers and learners identify a “third space” where Indigenous and western knowledges overlap and Indigenous perspectives are not governed by euro-western ones.
It can be hard to identify social ideology as we contribute to and experience the events in our daily lives. In her article “Canada’s Colonial Mission: The Great White Bird”, Andrea Bear Nicolas pinpoints many ideologies which uphold colonialism in society and more specifically the educational institution. First, content on Indigenous people is inserted into the curriculum to create a perceived temporal relationship: that Indigenous peoples are part of Canada’s past and are a historical subject that the settler can draw upon. Colonialism as a term, too, can be situated in this way. Decolonizing practices within the classroom are limited because “colonialism” is largely questioned in terms of the past. Educators and learners understand that in Canada “colonization” already happened and therefore fail to deconstruct how colonialism is upheld in the present and how it will affect relationships between Indigenous peoples in Canada and Canadians currently and in the future. She argues that “colonialism is not something that existed only at the time that Canada was a colony of either France or Great Britain; but rather, that it has continued into the present, not only as a political ideology ordering relations between native and immigrant nations, but also as the ideology underlying the education…in Canada today” (10). Without awareness of past, present, and ongoing colonialism, educators and learners will have no need for decolonial pedagogy and methodology. The way in which curriculum is compartmentalized creates binaries between Indigenous peoples and Canadians and it is very easy for the educator to adhere to that temporal boundary of Indigenous peoples as part of Canada’s history and the settler’s cohesion with the nation’s definitions of modernity.
The movement through curriculum where the presence of Indigenous peoples occurs only in “primitive and negative space/time” exemplifies the linear, hierarchical model of teaching and learning (Godlewska, 426). This limits different frameworks of knowledge and incorporates Indigenous content as material that must adapt to western ways of thinking. This singular approach, first stands in the way of deconstructing colonialism in the stories of Indigenous peoples that we tell. Secondly, it reproduces stereotypes and certain representations of Indigenous peoples, such as the ‘savage’ or the ‘noble warrior’.[footnoteRef:4] To open pathways to various understandings of Indigenous cultures and teachings, rather than colonial content, educators and learners must explore and discuss Indigenous knowledge systems and recognize that these systems have origins separate from familiar post-contact histories. With the location of much Indigenous content in the history of Canada after contact with Europeans, Ontario History learners perceive that Indigenous history depends upon Euro-western Canadian history itself. This is further reiterated in elementary school curriculum, as previously discussed, where historical content of Indigenous peoples in Canada begins with the positive contributions of First Nations in the Euro-settler industry of fur trading. Students are not challenged to question “European vestiges… Roman law, the Napoleonic code, French democracy, Marxism-Leninism, all that maintains us in dependence, in mental colonialism”, offered as the single route to knowledge and progress (Walsh, 13). The colonial placement of Indigenous history within a post-contact analogy perpetuates the paternalist mentality that Indigenous peoples remain dependent on the Canadian state, while their systems of governance are not acknowledged. [4: These are images or representations of Indigenous peoples and cultures that are constructed in the colonizer’s imaginary. Such representations become consolidated through setter mythologies, literatures, visual depictions, popular and media culture, etc. Gretchen M. Bataille describes the “distortion of Indigenous identities” in contexts of early European contact. For example, “travel narratives as early as the 1500s depicted Native Americans as a fierce, cannibalistic creature…naked, violent, warlike, and, frequently, more animalistic than human” (Bataille, 1, 2).  This imagery contributes to the settler’s understanding of Indigenous peoples in relation to self-identity and serves to maintain European moral and racial superiority.] 

The reproduction of colonial ideology in the classroom and the school happens without critical awareness or reflection by educator and learner and is therefore, rightly termed the “hidden curriculum”. The text within the Social Studies and History curriculum of Ontario does not inherently state that Canada is a colonial power “fueled by an inordinate drive for wealth and a belief in racial or cultural superiority…to establish political domination over other peoples in order to exploit them and their lands” (Bear Nicolas, 10). However, it has the ability to solidify certain messages and encourage certain behaviours, which strengthen, re-create, and rest in justifications of settler landownership in the teaching and learning of our country’s history. Uncovering “hidden curriculum” in the western education system illustrates the idea that the education received is the key to economic opportunity for the individual based on his or her merit. It also promotes one model for testing all students as a “chief mechanism for maintaining the status quo” (Bear Nicolas, 20). The institution has the ability to gear students for presupposed positions in the capitalist market where those in higher positions intend to stay. So too, does the institution seek to maintain the colonial status quo where the settler maintains power over the land and Indigenous peoples. Without deconstructing and naming the processes of “hidden curriculum”, decolonizing conversations between teacher and learner may not happen. Educators will accept the text of the History curriculum as the only pathway to Canadian historical knowledge and risks may not be taken for educators and learners to approach truth-telling opportunities or discuss movements toward reconciliatory communication and action inside and outside the educational setting. The school and what that means at many different levels has the ability “to control people and meaning and to confer cultural legitimacy on the knowledge of specific groups” (Kanu, 5). Such control cited in curriculum language and colonial social standard must be ruptured by the critical conversations between teachers and learners. The status quo must become unacceptable; therefore, the educators chooses to discuss his or her place in colonialism rather than to ignore it. The curriculum becomes much more than a string of linear narratives but a series of points and intercultural strategies on which the settler reflects upon in conversation with Indigenous peoples themselves.
Bear Nicolas’ insights encourage the educator to “read between the lines” so to speak; to the ways in which curriculum upholds ideologies of settler landownership. What tenets of settler colonial superiority and complacency are reproduced in the process of teaching and learning the “overall” and “specific” curriculum expectations? The Social Studies Curriculum of Ontario demonstrates that from a young age children are taught the ideological frameworks of the particular nation in which they are part. According to Benedict Anderson, “the nation is an imagined political community …regardless of the actual inequality and exploitation that may prevail in each, the nation is always conceived as a deep, horizontal comradeship” (6, 7). Children form ideas of nationhood and develop identities based on the Canadian narratives offered to them by many influences in their lives in and outside of the school. A primary role of the educational institution is the creation of a normalized learner that will “conform to a single set of imaginaries about culture and national citizenship” (Kanu, 5). In the Grade 1 unit “Heritage and Identity: Our Changing Roles and Responsibility”, “students…examine various roles, relationships, and responsibilities, how and why these may change, and how they are connected to one’s identity, culture, and sense of self” (The Ontario Curriculum, Social Studies: Grades 1-6, 2013, 63). This overview offers negotiable values for the educator and the learner as the expectations that follow position the teaching and learning space as one of inclusivity or exclusivity. The curriculum presented for the educator relies much on the egocentricity of the child and the child’s sense of self. What does the child experience in their everyday life? What is part of a collective cultural identity and what is not? Who is part of the nation and who is not? The reliance on the “Canadian experience” within the Ontario Social Science curriculum shapes the learners’ perception of self and others in relation to culture and nation.
The imagination of nationhood for the learner becomes limited and finite with much emphasis on binaries of self in comparison to non-Canadian others. The rhetoric of “multiculturalism” reproduced in Canadian schools and to which educators are very much exposed becomes contradictory as curriculum language is not presented from multiple cultures or ways of knowing pedagogically different than a singular euro-western Canadian lens. Here, doors to the “third space” remain closed. It becomes the responsibility of the educator to think about which perspectives they are presenting in their teaching of a multicultural Canada. The Canadian ideology of ‘multiculturalism’ is embedded into a citizens understanding of difference and diversity. So too does the Ontario curriculum present multiculturalism as a main theme, but this perceived “harmony” as acceptance and accommodation of marginalized peoples “can easily be a mask for assimilation and repression” (Kanu, 297). The insertion of content about Indigenous peoples into the curriculum and classroom instruction does not challenge the educator and learners’ position in settler colonialism. So without Indigenous thought and presence in curriculum development and instruction, educators and learners hold conversations and learning opportunities isolated in western frameworks of knowledge. In his work on orientalism, Edward Said describes part of the orientalising process “…analyzed as the corporate institution for dealing with the Orient—dealing with it by making statements about it, authorizing views of it, describing it, by teaching it, settling it, ruling over it: in short, Orientalism as a Western style for dominating, restructuring, and having authority over the orient” (3). To be aware of these processes, allows the educator to question the curriculum as a guide to historical truth-telling. The authority of western knowledge is consistently upheld in the classroom as settler representations of indigeneity are selected in curriculum and taught in settler colonial spaces. Canadians continue to learn “about” Indigenous peoples and not “from” them. For example, to learn from Louis Riel’s own writings opposing Confederation and westward European settlement would disrupt the settler’s sense of self because it would contradict Canada’s reliance on his representation as a hero in the Confederation narrative.
Veritably, young learners explore their identities based on the connection they have to land and particular spaces. In grade one, children must “analyze and construct simple maps as part of their investigations into places that are significant to them or to their family” (The Ontario Curriculum, Social Studies: Grades 1-6, 2013, 67). Spatial skills are exemplified as a core section of the Social Studies, History and Geography curriculum in Ontario at all grade levels, which ultimately enables the student to become both spatially and socially aware. In the theorization of “taking space”, to perform map making is to make visible the unseen ideologies lived and observed in the everyday (Spencer, 70). Mapping, therefore, is settler colonial participation in an educational act of naming, belonging and claiming. As part of the confederation narrative, European interest in westward expansion deemed the Red River land of the Métis peoples as something to be freely surveyed and mapped for the settler’s purpose. Educators and learners should problematize the ideologies embedded in maps and map making as they physically mark space and do not recognize or acknowledge power struggles marking the land socially. Through the construction of “graphic texts, students must learn how different types of maps, globes and graphs can represent natural and human characteristics and the relationships between them” (The Ontario Curriculum, Social Studies: Grades 1-6, 2013, 24). Examples cited in the curriculum surrounding such expectations include verbal transmission from teacher to learner to define notions of ‘community’. Deconstruction of the conversations including the production of maps and community in the classroom draws upon what the settler Canadian defines as naturally occurring occupation of space and the relationships within that space. What images are included? Who is located in the space and who is not? Place construction and mapping provide a visual landscape of the nation as learners develop ideas of belonging in their neighborhood, communities and country. Ultimately, the map will “fulfill the requirements of those who will use it” (Crone, 166). Activities based on maps and map making demonstrate settler anxiety about land and need to justify ownership of land, just as French explorer Jacques Cartier sought to claim the land with mapping and the erecting of a cross as a visual mark of European dominance and ownership.  
An Ontario learner’s introduction to the history of Indigenous peoples in Canada likely begins in Grade 3 based on the 2013 Social Studies Curriculum. For example, within the unit “Heritage and Identity: Communities in Canada, 1780-1850”, students are required to: 
“describe some key aspects of life in selected First Nations, Métis, and settler communities, in Canada during this period, including the roles of men, women and children” and must “identify various First Nations and some Métis communities in Upper and Lower Canada from 1780 to 1850, including those living in traditional territory and those who moved or were forced to relocate to new areas in response to European settlement…” (The Ontario Curriculum, Social Studies Grades 1-6, 88, 89). 

Also, within Grade 3 Social Science curriculum, Ontario learners explore the unit “People and Environments: Living and Working in Ontario”. An overall expectation in the curriculum requires students to “describe major landform regions and types of land use in Ontario and some of the ways in which land use in various Ontario municipalities addresses human needs and wants, including the need for jobs” (The Ontario Curriculum, Social Studies Grades 1-6, 90). So within the same year of Social Science curriculum, children learn that many First Nations peoples were forced from their lands to make way for European expansion and economic gain, only to transition to a narrative of how such economic gain is possible for settler Canadians: the land once occupied. The placement and juxtaposition of these competing narratives within the curriculum, works to justify the colonial ideology of settler land and resource ownership and traces the previous erasure of Indigenous peoples in order for the economic well-being of Canadians to take place. Young children learn history through chronological and compartmentalized means where marginalized peoples are placed only at certain times and spaces within a dominant society that has past, present and future and dominion over the nature where it exists (Bear Nicolas, 10-11).
The Indigenous Body as an Obstacle of the Nation
 Pivotal learning of Indigenous peoples in history education at the elementary school level occurs with the shifting representations of Louis Riel within the Red River Resistance in 1869-70 and the North-West Rebellion of 1885. The teaching and learning of Louis Riel narratives, located within Grade 8 Social Studies unit “Creating Canada, 1850-1890” is an ever-changing approach or one of historical revisionism, where using the curriculum as a guideline, educators must fill in the gaps of events leading up to the rebellions, the rebellions themselves within contexts of Canadian confederation, and the lasting impacts of the rebellions (The Ontario Curriculum, Social Studies Grades 7-8, 146). In the capturing of a singular narrative, educators may rely on a depiction where certain parts are made to look more positive or important than others. The rebellions and the representations of Louis Riel within curriculum and textbook language and discussions in the classroom, draw into question the ability to establish what is fact and what is fiction in the teaching of Canadian history. In the particular case of Louis Riel, curriculum and its implementation is reliant upon numerous sources written about Riel by settler Canadians. In other words, educators must consider the learning outcomes of the Riel narrative in curriculum and Ontario textbooks and assess which points of view are being exemplified and for what purposes. What picture of Riel are we teaching and learning with the reliance on fictional British literature or textbook narratives, for example? In the vast concentration of historical fiction written about Riel leading to the present, how does curriculum take on its themes and representations? What does it force us to remember and what to forget? (Braz, 44).
In The False Traitor: Louis Riel in Canadian Culture, author Albert Braz grapples with two dominant representations of Riel imagined by settler Canadians over time. These imaginations intertwine with national narratives derived in Ontario Social Studies and History curriculum and become reproduced in its implementation in the classroom as “living politico-literary tradition” situated in settler perspectives (Braz, 66). The educator acts as the revisionist based on his or her previous learning, projecting certain parts of the imagined over others. The first representation of Riel largely villainizes him in his leadership of the rebellions. The unit in which Riel is taught, is held within the framework of confederation, symbolized with the connecting of eastern and western Canada with the Canadian Pacific Railway. If this narrative is not deconstructed, students internalize Riel as a symbol of separation standing in the way of a united Canada. Again, the hanging of Riel for treason, situates him as the body standing in the way of a unified Canada, where settler permanence is stabilized. This particular representation of Riel places emphasis upon him and takes focus away from the violent displacement of Métis and Indigenous peoples from their land by Canadian state and society and reinforces the manifest destiny ideology that westward expansion was inevitable (Braz, 60).
[image: ]Although Riel’s name appears in the parenthesis of the Grade 8 History curriculum signalling a guideline of content to be covered, depictions of Riel are written and visualized in numerous corresponding History textbooks. In Flashback Canada (2008), the Riel representation is situated in “Unit 2: The Development of Western Canada”. A graphic timeline opening the unit initiates understandings of Riel’s character, as the image centres him as the leader of the Red River Resistance of 1869-1870. Next in the visual link is the creation of the North-West Mounted Police in 1873 signified with a large image of their emblem crested with a buffalo. (Flashback Canada, 4th ed., 80). This visual chronology suggests that the Indigenous body of Riel is a site of crime and disorder to be policed and eliminated by a moral presence. While the trial and execution of Louis Riel is a focal point in the textbooks analyzed, it is the positioning of the Riel chapter in the textbook as a whole that brings colonial agendas to light. In each textbook one chapter ends with the execution of Riel and so the settler’s problem of attaining the land of the west. The following chapter begins with celebrations of European settlement, economic prosperity, and industrialization. This further reiterates that Riel is the man standing in the way of settler landownership and a united nation. A larger metaphor that the Indigenous occupation of land remains an obstacle to settler permanence and economic opportunity embeds itself in Canada’s national history. This shift in textbook narrative from the “Métis” problem to teaching and learning of a “boom” in western settlement, the advertising of business opportunity, and new technological advancements also leaves Indigenous peoples in the past as Canadian expansion is equated with modernity. Louis Riel and the Indigenous body become an obstacle to this modernity and the execution of Riel becomes the gateway to Canada’s industrial revolution. It is important to note that Indigenous content is drastically reduced or non-existent after this shift from Riel to a progressive Canada takes place. Figure 1. Three symbols of imagined Canadian identity illustrate the cover of the Grade 8 textbook Canada: The Story of a Developing Nation (2000). The images work together to present a settler colonial narrative of inevitable European settlement in Canada. The train, which represents modernity travels quickly meeting the viewer head on. The train’s authority is contrasted with the profile of Isapo-muxika called Crowfoot, Chief of the Blackfoot peoples, fading away into the background to announce settler superiority over the imagined primitive Indigeneity, which is no longer needed in the national narrative. Lastly, the soldier on the left stands as a representation of Canada’s peaceful dealings with others in international and national contexts of conflict.

The second representation, developed in the latter half of the 20th century, is the settler creation of Riel as a Canadian hero (Braz, 63). Riel becomes aligned with the language of social justice that the Canadian narrative projects in current History curriculum, as a protector of his peoples and Métis land against the colonial injustices imposed upon them. Braz notes that in many literary discourses the shift in representation refers to Riel as a heroic symbol of Canada and its confederacy. The very notions of Canadian confederation were, according to his writings, a concept that Riel was very much opposed to. Therefore, painting Riel in this way appropriates his Métis identity and symbolizes him as a martyr in the creation of the settler Canadian state. However, complicating the settler’s use of Riel in the classroom is possible with the incorporation of primary sources. How do Riel’s personal writings help us to understand his views on a united Canadian nation? What does it mean to call Riel a “Canadian” hero? The competition of these two narratives forces educators and learners to grapple with what it means to hang for treason someone who we now frame in heroism (Braz, 11). Overall, the focus on Riel acts as a distraction that works to “dehistoricize” the colonial actions of the Canadian society and state as educators and learners may focus on the individual and not the underlying violence on which the creation of a united Canada is founded (Braz, 15).
Another dominant theme embedded within the History curriculum that deconstructs a settler’s narrative of Louis Riel is the building of Canada as a nation through its involvement in World Wars I and II. Historical inquiry and analysis begins with Canada’s military participation for the Grade 10 learner to fulfill specific national norms. For example students must “explain the impact on Canadian society and politics of some key events and/or developments during World War I,…explain the main causes of World War I and of Canada’s participation in the war,… explain the main causes of World War II” and “explain some of the ways in which World War II affected Canada…” (The Ontario Curriculum, Canadian and World Studies, Grades 9-10, 113, 116). Through these military narratives, Canada’s history is imagined through its international presence in comparison to other countries, such as the Unites States and Great Britain. The focus of Canada’s role in the World Wars, builds and reproduces the myth of Canadians as a nation of ‘peacekeepers’. This narrative maintains the ideology that the Canadian state and society has had peaceful and good intentions in interactions with Indigenous peoples, which works to justify the imposing of policies which are thought best to deal with the “Indian problem” (Regan, ix). In Unsettling the Settler Within: Indian Residential Schools, Truth Telling and Reconciliation, Paulette Regan highlights this tension arguing that as Canadians, 
“We are disturbed by these violent encounters as they call into question the core tenet of Canadian identity—that we are a nation of peacemakers in our relations with indigenous people. We congratulate ourselves on the fact that armed confrontation is still a rare occurrence in Canada, taking this as proof of our own political and moral superiority” (10). 

In the narrative style communication between teachers’ delivery of this curriculum to learners, the peacekeeping myth is maintained and the continuing systemic violence against Indigenous peoples in Canada remains ignored, which works against actions towards ‘truth-telling’ and the aims of the TRC. Specifically it perpetuates cycles of previous learning, which attempt to justify the execution of Riel by the Canadian government in order to maintain peace and order.
Canada as a peacekeeping nation also rings true through the earlier teaching and learning of nation building. To imagine ourselves as peaceful is a process of remembering and forgetting and the strengthening of “Canadian” and “Other” binaries. As “Canadians” to whom are we peaceful? How did we display kindness as a nation? This binary is displayed in the strategy of social studies curriculum in Grade 5, where interactions of Indigenous peoples and settlers are the main focus. The interrelationships presented here depict Indigenous peoples as dependent on settler motives of landownership through the fur trade, military conquest, and European interests as even in conflict they are “allied” with an imperial power “with reference to trade; sharing of beliefs; knowledge, skills, technology; intermarriage; [and] military alliances…” (The Ontario Curriculum, Social Studies: Grade 1-6, 110, 111). The strategic content placement in Grade 5 places the settler as saviour and the provider of peace to Indigenous peoples with the following unit expectation titled “Application: Governments and Citizens Working Together” where students must “describe the major rights and responsibilities associated with citizenship in Canada (e.g. rights: equal protection under the law, freedom of speech, freedom of religion, the right to vote; responsibilities: to respect the rights of others, to participate in the electoral process and political decision making, to improve their communities)” (The Ontario Curriculum, Social Studies: Grades 1-6, 2013, 114). This expectation guides educators and learners in rhetoric of application, wherein, the nation, its government, and its citizens perform peace and respect towards others. Emphasis is placed on the remembering of Canadian democracy and social justice in both historical and contemporary curriculum units. The learner understands the formation of Canada as perhaps violent, but between imperial powers with the participation of Indigenous peoples, not the violence inflicted upon Indigenous peoples themselves by the imperial powers. This narrative is further justified by the following unit centring responsible government and the application of peace.
Maintaining a narrative of peace and normalizing this national character trait in the learner’s understanding of self, nation, and community requires the implicit villainization of Indigenous peoples in the settler’s conquest for land and solidification of nation. This concept is further explained in Lorenzo Veracini’s facets of settler imaginaries, where the stories we tell supress our violence or justify it as acting in defence. He argues, “…settler colonial narratives, of course, do celebrate violence against Indigenous people, but always as a defensive battle ensuring the survival of the settler community and never as founding violence per se” (366). I would argue that the Louis Riel narrative taught in Ontario schools contains many different vectors of settler representations of violence that cross motives of defence and the founding of the nation because, here, the risk is the survival of not only the settler community, but of the imagined nation itself. Whether violence to defend or founding violence, settler authored narratives in the Social Science curriculum appropriates Indigenous identity in attempt to justify land and resource ownership. To decolonize the confederation narrative it is important to identify justification language in teaching in learning that serves to also protect the settler’s sense of morality. In many instances the national narrative uses Canada’s presence in violent situations such as the execution of Louis Riel, to claim its innocence and peaceful intentions.
Another trajectory in the narrative of secondary school history learning, lies not only in modernization through advances of science, technology and liberal state economies but in the representation of Canada’s place in social relations, specifically the advocacy of human rights nationally and internationally. The placement of these specific expectations for teachers and learners in the curriculum, situates colonialism as a particular moment in Canada’s history and in relationships with Indigenous peoples. Educators and learners perceive that in the ‘progression’ of Canada as a nation once the period of colonization is presented, mainly where content on Indigenous peoples resides, the country enters into a peaceful era. This content includes many instances of the cooperation of society and government with Indigenous peoples and other marginalized groups through social movements and reforms.  For example, in one of the final sections of the Grade 12 “Canada: History, Identity, and Culture” course, titled “Interactions and Interdependence” students must “explain the context for the development of various reform movements in Canada during this period (e.g. pacifist, antiwar, antinuclear, civil rights, Aboriginal rights, feminist, gay rights, environmental, antiglobalization, animal rights movements) and evaluate the success of some of these movements” (The Ontario Curriculum, Canadian and World Studies, Grades 11-12, 386). 
First, the section’s use of ‘interdependence’ ignores the power structures within the Canadian state and society that continue to exercise law and policy upon marginalized groups often without their consultation. ‘Interdependence’ would assume two parties working together toward a common goal. Although a lasting image for the secondary school learner through the historical reproduction of Canadian nationalism, this imagined cooperation between the state and Indigenous peoples in Canada should be further problematized. This “self-congratulation” on the cooperation and reform ‘success’ in the curriculum can be applied to the permanence of colonial dominance over Indigenous peoples in “A Relevant Resonance: Considering the Study of Indigenous National Literatures” by Daniel Heath Justice (Godlewksa, 426). Justice argues that:
“Indeed the end aim of colonization—erasure of the Indigenous population and the replacement by the settler population—is the ultimate challenge facing Indigenous peoples today. Not just political dissolution, social upheaval, or the loss of language and traditional life ways… Erasure provides the philosophical and legal justification for land and resource theft, cultural and spiritual appropriation, subversion of social and political sovereignty, degradation, dehumanization, abuse, misrecognition, and slaughter. When Indians are understood to exist only as memory…any assertion of dynamic, adaptive Native continuity is, more often than not, met with resistance, if not outright denial” (66). 

Here the author confronts the reader with the colonial violence that Indigenous peoples continue to resist today. It is important within classroom learning that colonialism is recognized as an ongoing power structure embedded in the everyday lives of Canadians, rather than part of a narrative that consists of a violent beginning, middle, and peaceful reconciliatory ending.
Creating a ‘Third Space’: The Disruption of Classroom Knowledge Transmission
	
After the exploration of the settler landownership narrative in the Ontario curriculum, what must truly be considered is the process of curriculum delivery by the educator. The educator is trained to use the curriculum as a guide to transfer ‘historical knowledge’ to the student. The educator must go through a disrupting process where this transmission is interrupted. It is in these concluding thoughts where I attempt to imagine Bruyneel’s concept of the “third space” and the many ways it can be understood and applied in a classroom. A ‘third space’ of lesson planning must take place where the teacher names settler imaginaries in the narratives they are to teach. (Included in the appendices of this work are two lesson plans that attempt to create a ‘third space’ in Social Studies and History teaching and learning at the elementary school level.) Methodology changes, as the teacher confronts the curriculum rather than aligning his or her understanding with it. He or she must challenge learners to think about these rather large ideologies that play out in everyday life. For example, during his teacher training, John Willinsky finds that the poetry textbook in the Grade 12 classroom he was assigned “upholds the educated sensibility present in the European descendants that largely governs this land and its institution…Not that its selectivity was representative [when it was first published], let alone now, of the contemporary landscape of these students’ lives or the teachers for that matter” (100). Instead of offering a reiteration of Euro-western, colonial themes to the students in their learning of poetry, Willinsky opened a ‘third space’ where the text was used to critique itself. The educator and learners entered an alternative methodology where they then created a separate anthology including contemporary Canadian poets whose work challenged our imagined notions of Canadian identity and belonging. The decolonizing learning I strive to understand is much less daunting when we understand how western and Indigenous dialogues can work together, not eliminate one for another. We continue to deny a ‘third space’ as we “assimilate Indigenous peoples rather than recognize” their histories, knowledge systems and sovereignty (Bruyneel, xviii).
Within Ontario education, educators can converse about decolonialization in theoretical terms or place it as a methodology that is unreachable as long as it is not solidified in higher decision making arenas of the ministry. If in fact educators should question current western ideology in education to decolonize and incorporate Indigenous ways of knowing, then why are not these ways of knowing included in curriculum language? Why is there not equal representation of Indigenous and non-Indigenous peoples developing Social Science and History curriculum in Ontario? Why do teacher’s college programs not provide decolonial inquiry or methodology courses?  Questions that continually fall into categories of higher spaces of education also reproduce the status quo because educators may believe this investigation is beyond their level or ability. However, the addition of Indigenous ways of knowing to current western teaching and learning language in curriculum poses the danger creating further binaries where teachers feel they must approach one or the other when teaching specific topics or subjects. It is imperative that a decolonial methodology surpasses the boxes of Social Science and History where Indigenous peoples are placed by the settler and not meant to escape. A decolonial inquiry stretches into math, science, music and art. It reaches into all the human interactions that hold us in common and is not limited to one’s time at school. Educators must desire a decolonial possibility, rather than resting in the conceived knowledge that western ideology cannot allow room for Indigenous perspectives. 
The negotiation of tensions between Euro-western and Indigenous ways of knowing can also be thought about in terms of Kevin Bruyneel’s explanation of a “false choice” in The Third Space of Sovereignty: The Postcolonial Politics of U.S.-Indigenous Relations, where one must either dissolve the state or deny Indigenous sovereignty (219). Bruyneel argues that the recognition of Indigenous sovereignty does not ask the state to disappear and that “a decolonized relationship doesn’t mean that there is no relationship at all” (223). The “false choice” imagined by settlers would suggest the destruction of western curriculum at the achievement of Indigenous educational sovereignty. The pathways to reconciliation in Canadian education would, therefore not be held in a competition between western and Indigenous narratives, but would “rethink governance from below by seeking to secure and arrange multiple nodes of [Indigenous] sovereignty in a multilayered political system” where settler Canadians and Indigenous peoples coexist (Bruyneel, 218).
It is difficult to visualize the reform that would need to happen at all levels of Canadian education to deconstruct our dominant ways of knowing in a system of western, neo-liberalism that seems to be set into motion. First, the curriculum fails to push the settler to think about what it means to “unlearn” (Battiste, 69). Stereotypes of Indigenous peoples within Canada’s historical narrative and those continuing to be reproduced today need to be critiqued and seriously questioned within power relationships and media discourses. Educators and learners must slow learning down, in a way, as to approach multiple sites of power reproductions within the curriculum narratives that are presented to them. Entering through multiple points, rather than through a singular western framework, invites opportunities for reconciliation, as mainstream students are able to confront their privilege and learn about Indigenous peoples alongside them, rather than by projecting narratives upon them. In other words, reach for decolonial methods. Teach without the textbook grand narrative. Seek Indigenous and non-Indigenous primary sources to explore a historical event. Question settler perceptions and assumptions in past and present circumstances. Acknowledge intercultural contributions and contexts in various subjects within and outside of the social sciences that are deemed “western knowledge”. These suggestions represent methodologies of the “third space” in curricular contexts where the educator creates a space for problematizing process and deconstructing the colonial narratives he or she is instructed to teach. Why are Indigenous ways of knowing left from the methodological content of Ontario curriculum? Marie Battiste argues that the amendment in the 1982 constitution giving Aboriginal peoples the right to education, also gives them the “right to decolonize education” (69). The Canadian government has not taken these written changes to the constitution seriously as learning gaps still very much exist between Aboriginal and non-Aboriginal students. Canadians must recognize that initial conversations can occur and new words can be written in the constitution and the curriculum alike; however, words on a page cannot achieve the change that ‘truth telling’ dialogue and action between educator and learner can. Educators are capable of bringing reflective decolonial facilitation and inquiry into their classrooms even if they are not instructed in the curriculum to do so.
Equal partnerships between Canadians and Indigenous peoples will promote ever-evolving changes at various levels within the educational institution. These changes will promote Indigenous presence, perspective and confronting truths to create pathways towards reconciliation. The Truth and Reconciliation Commission cannot be inserted into the present dialogue of our society and evaporate within the coming years, just as Indigenous content should not be placed into the curriculum at certain moments and then removed from the nation’s historical narrative when it is convenient for the settler. The dialogue of reconciliation is created through mutual respect and the embracing of “Indigenous knowledges and heritages as core responsibilities” in the development and function of the education system (Battiste, 71). The curriculum as an authoritative document and the absence of Indigenous peoples in its creation and implementation needs to be critically examined by educators, policy makers, and learners alike. To implement Ontario Social Science and History curriculum and textbook material as it stands is to rely on the strategic placement of Indigenous peoples in colonial narratives to protect and serve Canadian national identities of peaceful foundations and current social relationships. Ultimately, it is imperative that educators question the curriculum narratives, rather than comply to them in their planning and conversations with students, in order to deconstruct colonial relationships in the classroom and beyond.
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Appendix (A)

LESSON TITLE: “Why?” by Daniel King (Provocations into Confederation Violence through Art Based Inquiry)
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GRADE: 8			STRAND: Social Studies/Visual Art/Indigenous Studies
DURATION: 80 minutes      	TOPIC: Disruption of the Canadian Confederation Narrative/Art as Inquiry

PREVIOUS KNOWLEDGE:
· Students will have examined “key similarities and differences in social values and aspects of life between…groups and/or communities” within historical contexts, including “gender roles, religious practices, living conditions, diet, recreation, and/or political rights; attitudes towards slavery, social class, the role of women, and/or crime and punishment; attitudes of Canadians towards First Nations” (Grade 7 History, A1.1, 138).
· Students will have discussed challenges facing different individuals and groups in historical contexts including “competition for land and resources between First Nations and colonists” (Grade 7 History, A1.2, 138). Students should have approached these challenges from various viewpoints. Also, students should have the opportunity to approach these challenges through the teaching and learning of Indigenous ways of knowing.
· Students will have analyzed “the displacement experienced by various groups who were living in or came to Canada” within contemporary and historical contexts (Grade 7 History, A1.3, 139).
· Students will have analyzed and constructed “maps as part of their investigations into significant events, developments, and/or issues… and “exploring their spatial boundaries” (Grade 7 History, A2.3, 139).
· Students will have described “significant interactions between individuals, various groups, and institutions” within historical contexts (Grade 7 History, A3.5, 141).
· Students will have identified key “individuals and groups” and explored their “[contributions] to Canadian heritage and/or identity” (Grade 7 History, A3.6, 141).
· Note: Students should have an understanding of interrelationships within colonial histories within contexts of European settlement and land use (Grade 3), the fur trade (Grade 5) and the war of 1812 (Grade 7). Educators and learners should have approached these subject areas from multiple viewpoints. Also, educators and learners should have opportunities to weave Indigenous ways of knowing into the teaching and learning of this material. Lastly, students will have had many opportunities throughout their learning of social studies and History content to construct, analyse and interpret maps and draw conclusions from their interpretations.

VOCABULARY: narrative, nation, cause, consequence, social, economic, political, inequality, expansion, western expansion, perspectives, events, developments, significance, land, rights, positive, negative, impact, map, boundaries, space, unmapping, layers, Confederation, pro-Confederation, anti-Confederation industrialization, transcontinental railway, Canadian Pacific Railway, tracks, routes, settlement patterns, challenges, individuals, groups, inquiry, art, art-based, artist, colonialism, decolonization, disrupting, deconstructing, hero, villain, Manifest Destiny, Red River Resistance, North-West Rebellion, settler, Canadians, Indigenous, Metis, trial, execution, Louis Riel, Gabriel Dumont, Thomas Scott, Sir John A. Macdonald, legacy, politicians, English, French, fiction, non-fiction, primary source, Euro-western, ways of knowing/thinking, audience, identity, heritage, buffalo, cooperation, conflict, etc.

METHODOLOGY QUESTIONS (Before Lesson Delivery): How does the language I use, perhaps disavow settler violence towards Indigenous peoples in historical/contemporary contexts? Why do we celebrate the Confederation narrative? How can I disrupt our positive notions of nation building? How can I avoid positioning Louis Riel as the focal point of unit? How do I approach topics of colonial violence in the classroom?

OVERALL CURRICULUM EXPECTATIONS:
Students will:
	A1 assess the impact of some key social, economic, and political factors, including social, economic, and/or political inequality, on various Canadians between 1850 and 1890 as well as the creation and expansion of the Dominion of Canada
	A2 use the historical inquiry process to investigate perspectives of different groups on some significant events, developments, and/or issues that affected Canada and/or Canadians between 1850 and 1890
	A3 describe various significant events, developments, and people in Canada between 1850 and 1890, and explain their impact
	
SPECIFIC CURRICULUM EXPECTATIONS:
Students will:
	A1.1 evaluate the importance of various internal and external factors that played a role in the creation and Dominion of Canada and the expansion of its territory
	A2.1 formulate questions to guide investigations into perspectives of different groups on some significant events, developments, and/or issues that affected Canada and/or Canadians between 1850 and 1890
	A2.2 gather and organize information and evidence about perspectives of different groups on some significant events, developments, and/or issues that affected Canada and/or Canadians during this period, using a variety of primary sources and secondary sources
	A3.1 identify factors leading to some key events or developments that occurred in and/or affected Canada between 1850 and 1890

RESOURCES:
	Materials:
· masking tape
· primary records on the land dispersal of Red River, Manitoba during this period
· images of land survey, maps marking agricultural development
· Smartboard projection of “Why” by Daniel King (Australia)

INTRODUCTORY ACTIVITY (10 mins): At the beginning of class, the students will all be seated at their desks and the teacher will walk around the perimeter of the room. The teacher should act is if he or she is sizing up the room to be measured so the students become curious and attentive to the teacher’s actions. The teacher will then state that he or she needs to mark the space around the desks and proceed to tape a perimeter on the floor with masking tape. After this action is complete, the teacher will then state that he or she needs to create a pathway from one end of the perimeter to the other for easy travel to their desk. The teacher will maneuver through the desks creating this line, again, with masking tape. Next, the teacher should stand at the front of the room and ponder to themselves, stating that they will need the students to move all their desks to one side of the line, arguing that he or she needs the space near the chalkboard to be more productive. This instruction should result in a response from the student as to why the teacher is doing this and could become a chaotic process as the students move to fit within the small space. If the students should protest, the teacher simply replies that their moving is best for the classroom as a whole. There should be no reciprocal dialogue during the move; only imperative statements from the teacher.
	
MAIN ACTIVITY (30 mins): The introductory activity illustrates the violence of the settler and the Canadian state in the North-West towards Indigenous peoples. It is important not to introduce Louis Riel as part of this lesson as it is dangerous that the narrative could shift to the making of Riel the focal point, while ignoring colonial violence of settler landownership. The teacher should open the dialogue by asking the learners what happened during the moving process. Were they asked or were they simply forced to move? How would the classroom function now? Why did the teacher obtain so much of the room? The teacher will then discuss how this exercise connects with nation building and the settler’s relationships with Indigenous peoples. Teachers should make connections to the construction of the Canadian Pacific Railway and what the settler and Canadian government imagined it would be or what it would create. The teacher, using previous research of resources will introduce the idea of surveying for land use and show how the Canadian government commissioned settlers to survey the Metis land of Red River, Manitoba for farming, settlement and the building of the Canadian Pacific Railway. Projections of land survey maps of Red River and primary sources of Metis resistance should be shown and discussed as a class. How were Metis people silenced? How would this change Metis living? What did the Metis people demand from the Canadian government? Ask the students how the settlement of Canada took place? How has their view of nation building changed? Was the settlement of the west good for everyone? Why or why not? Next, it is imperative that the teacher connects to settler-Indigenous issues in current contexts. This is necessary so that settler colonialism is not seen as a temporary phenomenon that lasted for only a period of time, but one that affects relationships in Canada today and in the future. For example, the teacher can compare the construction of the Canadian Pacific Railway during the Confederation era to the proposal of the Key Stone Pipeline using current media sources from both Canadian and Indigenous viewpoints. What can we learn from both historical and contemporary contexts?
 
CONCLUDING ACTIVITY (40 minutes): At the beginning of the next History or Visual Arts block, the teacher will introduce the artwork “Why?” by Daniel King. Learners should understand that the continent depicted in the work is Australia. The teacher should discuss the similarities and differences extending from colonial relations in Australia and Canada. What do they notice about the work? The teacher will then read various questions that the artist poses and discuss them with the learners. How do the questions change our ideas of history in Canada? Connecting to the previous lesson on the particular practice of land surveying the teacher will ask the students how the Indigenous artist chose to survey the land on this map. What does he want to do by marking the land in this way? How does this work challenge settler land ownership? After this discussion, the teacher will display a simple outline map of Canada on the smartboard and hand out the graphic on a sheet of paper to each learner. Teachers will ask the learners to get into groups of 3 or 4 and pose questions that challenge the way we learn about history in Canada. They should also be thinking about relationships between settlers and Indigenous peoples in historical and current contexts. The teacher will ask the students to choose a person from their group to write a question on the smartboard over the map of Canada, just as King did over Australia in his artwork. The students can track the class’s questions on their own map. This exercise will act as a gateway of decolonial inquiry to the unit, as educators and learners ask questions to disrupt settler actions in the unit’s following narratives of Confederation history. The students can add more inquiry to their maps throughout the unit. 

METHOD OF EVALUATION:
· How does the learner discuss nation building?
· Can the learner identify the implications of settler landownership and the violence directed toward Indigenous peoples in historical and current contexts?
· Assess how each group uses the inquiry process to form questions problematizing their history learning and the confrontation of colonial violence
· What vocabulary are the students using as part of this discussion?
· Assess learner response to land survey maps and the connection to the forced removal of Indigenous people from their land.
· Follow up with comments on learner’s maps to check understanding. These comments can supplement further discussion and approach any concepts the class should revisit.
· For this particular introduction to the unit, do not focus on a specific result or product, but the process on a decolonial inquiry and dialogue between teacher and learners.

FOLLOW-UP IDEAS:
· Apply learning to local histories. How has local European settlement affected Indigenous peoples and their lands? Use primary sources from the local library to investigate 
· Through partnerships with local First Nations, have an Indigenous community member visit the classroom to discuss issues of landownership
· Investigate other Indigenous artworks and discuss how they challenge us to think about our relationships with Indigenous peoples and the land

CROSS-CURRICULAR OPTIONS:
· D2 Reflecting, Responding, Analysing: apply the critical analysis process to communicate feelings, ideas and understandings in response to a variety of art works and art experiences (Visual Arts)
· D3 Exploring Forms and Cultural Contexts: demonstrate an understanding of a variety of art forms, styles, and techniques from the past and present, and their sociocultural and historical contexts (Visual Arts)
· A1 Application: analyse some significant interrelationships between Earth’s physical features and processes and human settlement patterns, and some ways in which the physical environment and issues of sustainability may affect settlement in the future (Geography)
· A2 Inquiry: use the geographic inquiry process to investigate issues related to the interrelationship between human settlement and sustainability from a geographic perspective (Geography)
· A3 Understanding Geographic Content: demonstrate an understanding of significant patterns and trends related to human settlement and the ways of which human settlement effects the environment (Geography)

DIFFERENTIATED INSTRUCTIONS: visual (writing instructions on the board, displaying images on the smartboard, students can refer back to results if posted in the classroom) auditory (asking open ended questions to guide instruction, reading primary sources aloud, describing images), tactile (manipulating materials and objects)

PRINT & WEBSITE REFERENCES:
· http://www.mhs.mb.ca/docs/mb_history/30/metislanddispersal.shtml
· http://shsb.mb.ca/en
· “Why?” by Daniel King







Appendix (B)

LESSON TITLE: Land Speaking: The Lake Winnipeg Crisis
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GRADE: 5			STRAND: Social Studies
DURATION: 80 minutes      	TOPIC: Ecological Storytelling

PREVIOUS KNOWLEDGE:
· Students will have analyzed “some the general ways in which the natural environment of regions in Canada has affected the development of industry” (Grade 4 Social Studies, B1.1, 102).
· Students will have assessed “aspects of the environmental impact of different industries in two or more physical and/or political regions of Canada” (Grade 4 Social Studies, B1.2, 102).
· Students will have described “some key actions taken by both industries and citizens to address the need for more sustainable use of land and resources” and will have assessed their effectiveness (Grade 4 Social Studies, B1.3, 102).
· Students will have investigated some “of the issues and challenges associated with balancing human needs/wants and activities with environmental stewardship in one or more of the political and/or physical regions of Canada” (Grade 4 Social Studies, B2.1, 103).
· Educators and learners should approach these subject areas from multiple viewpoints. Also, educators and learners should have opportunities to weave Indigenous ways of knowing into the teaching and learning of this material. Lastly, students will have had many opportunities throughout their learning of Social Studies and History content to construct, analyse and interpret maps and draw conclusions from their interpretations.
	
VOCABULARY: narrative, cause, consequence, social, economic, political, inequality, expansion, perspectives, events, developments, significance, land, rights, positive, negative, impact, map, boundaries, space, unmapping, layers, topography, algae, fish, fisheries, travel, rivers, forests, waterways, watershed, agriculture, industrialization, pollution, tourism, routes, settlement patterns, challenges, individuals, groups, inquiry, colonialism, decolonization, disrupting, deconstructing, Manifest Destiny, settler, Canadians, Indigenous, Metis, First Nations, legacy, land claims, treaty rights, environment, environmental stewardship, resources, ownership, land use, fiction, non-fiction, primary source, Euro-western, ways of knowing/thinking, audience, identity, heritage, cooperation, conflict, interrelationships, interactions, perspectives, records, animals, the fur trade, physical features, territory, post-contact, pre-contact, motives, etc.

PROVOCATION QUESTIONS (To Students): What different types of maps are there? What layers can we add to maps? What do maps show us? What do we include on a map? Before the development of our city, what was here? How do people use the land? Do maps only exist on paper? If maps do not only exist on paper, what other types of mapping are there? How can we create maps verbally? How can we create maps through story? Other than roads, what other ways can we travel? Before the first contact of settlers to what is now Canada, was the land empty? If the land wasn’t empty, who was living here? How did Indigenous peoples use the land before the arrival of settlers? How did Indigenous peoples map the land? How did European settlement disrupt First Nations’ relationships with their lands? Whose records and maps do we rely on? What can animals/fish teach us? What can the water teach us? How can the land/water/animals tell us a story? What other animals can tell us a story by their presence on the land? How did humans depend on animals/fish? How is the land feeling/speaking? How does the land guide human activity? Are we listening to the land? How do humans ignore the land? How do humans silence the land? What are some perspectives on the Lake Winnipeg crisis? How do Indigenous perspectives differ from settler Canadian perspectives on the Lake Winnipeg issue?

METHODOLOGY QUESTIONS (Self-Reflection Before Lesson Delivery): How does the language I use, perhaps disavow settler violence towards Indigenous peoples in historical/contemporary contexts? How can I explore both Indigenous and non-Indigenous points of view with the learners? How can I facilitate further understanding of non-human/ animal/ land relationships? How can I demonstrate that colonialism is an ongoing process using this topic?

OVERALL CURRICULUM EXPECTATIONS:
	B1. Assess responses of governments in Canada to some significant issues, and develop plans of action for governments and citizens to address social and environmental issues
	B2. Use the social studies inquiry process to investigate Canadian social and/or environmental issues from various perspectives, including the perspective of the level (or levels) of government responsible for addressing the issue
	B3. Demonstrate an understanding of the roles and key responsibilities of citizens and of the different levels of government in Canada

Students will:	
SPECIFIC CURRICULUM EXPECTATIONS:
Students will:
	A1.3 explain some of the ways in which interactions between and among First Nations and Europeans in New France are connected to issues in present-day Canada
	B2.1 formulate questions to guide investigations into social and/or environmental issues in Canada from various perspectives, including the perspective of the level (or levels) of government responsible for addressing the issue
	B2. 5 evaluate evidence and draw conclusions about social and/or environmental issues, outlining the strengths and weaknesses of different positions on the issues, including the position of the level (or levels) of government responsible for addressing the issues
	B3.6 explain why different groups may have different perspectives on specific social and environmental issues
	B3.7 describe some different ways in which citizens can take action to address social and environmental issues

RESOURCES:
	Materials: 
· Images, information, newspaper articles, media sources, videos (all concerning the crisis of Lake Winnipeg, Manitoba)
· Map of Lake Winnipeg watershed
· Paper
· pencils

INTRODUCTORY ACTIVITY (10 minutes) The lesson will commence with the educator introducing the issue of the algae bloom in Lake Winnipeg in Manitoba. This discussion should include inquiry and questions about the main causes of the algae bloom and the consequences for human and animal life and activity. The educator will display the watershed map of Lake Winnipeg and show the students how the problem is not limited to the lake itself. The educator should also identify the various human perspectives surrounding this issue. The class will form questions on the topic that they wish to investigate throughout the lesson. (Note: Acknowledgment of Indigenous peoples affected by the Lake Winnipeg algae bloom and their perspectives on the issue should be a large portion of discussion.) Next, the teacher will display images related to the crisis (algae, dead floating fish, protests by Indigenous peoples, etc.). Using the images, the teacher will ask the students to look beyond human relationships and opinions in order to listen to stories the land/water and animals tell us? Through our actions on the environment how does the land/water/animal life respond? How can we listen to their stories? What do the students think the Winnipeg Lake is trying to communicate with humans/human activity?
	
DEVELOPMENT STRATEGIES:
Activity 1 (30 mins) Using this time, with the teacher leading in the classroom or students working independently in the computer lab, each will research information on the Winnipeg algae bloom noting causes and the various consequences on human wants/needs, land, water, and animal life. Students are encouraged to record information in the form of a web or point form list.
 
CONCLUDING ACTIVITY (40 minutes): At the beginning of the next Social Studies lesson, the teacher will refresh the topic by reiterating the causes of the Winnipeg Lake algae bloom and will ask student about the consequences they found through their research and inquiries. The teacher will communicate that much more than humans are affected in this crisis and ask the students what the land/water/plant and animal life is trying to tell us. After this discussion, the teacher will introduce a writing exercise in which students identify a “natural storyteller” whether it be the water, the fish, or a bird that is affected by the algae bloom. The students will be instructed to tell the humans a story to reflect their experience because of the algae bloom. The teacher needs to reiterate to the students that they are not writing an information piece about Lake Winnipeg but they are picking a point of view and writing in that particular voice. The teacher can ask the students what emotions their point of view might display, what questions they want to ask humans about their behaviour, and what instructions they want to give humans. These stories can be posted in the classroom, bound together as anthology to be read throughout the unit, or students can also present their stories in small or large groups.

METHOD OF EVALUATION: Note students’ understanding of the issue through communication of environmental processes and the impact of human activity on the environment. Note the students’ attention to task when researching the issue. Students should be able to communicate verbally or in their writing exercise the continuity of differing perspectives between settler Canadians and Indigenous peoples over time. The writing exercise should be evaluated based on the following criteria: have the students identified a “storyteller”? The student writes in a particular voice and does not simply restate information about the issue. Are the causes and consequences of the environmental issue discussed within the perspective they have chosen? Does the student discuss how the issue will affect humans as well? How does the student present suggestions to solve the issue?

FOLLOW-UP IDEAS: 
· Apply to local histories finding an environmental issue with both Indigenous and settler perspectives
· Take the class on a field trip to a fishery or fish farm. Discuss the environmental impact that humans have on ecosystems.
· Through partnerships with local First Nations, have an Indigenous community member visit the classroom to discuss environmental stewardship

CROSS-CURRICULAR OPTIONS:
· 1.4 Demonstrating Understanding: demonstrate an understanding of the information and ideas in oral texts by summarizing important ideas and citing a variety of supporting details (Language Arts)
· 1.6 Extending Understanding: extend understanding of oral texts by connecting the ideas in them to their own knowledge, experience, and insights; to other texts, including print and visual texts; and to the world around them (Language Arts)
· 1.8 Point of View: identify the point of view presented in oral texts and ask questions to identify missing or possible alternative points (Language Arts)
· 2.4 Elements of Style: identify various elements of style – including word choice and the use of similes, personification, comparative adjectives, and sentences of different types, lengths, and structures – and explain how they help communicate meaning (Language Arts)
· 1.3 Research: gather information to support ideas for writing, using a variety of strategies and a range of print and electronic resources (Language Arts)
· 2.2 Voice: establish an appropriate in their writing, with a focus on modifying language to tone and suit different circumstances or audiences (Language Arts)

DIFFERENTIATED INSTRUCTIONS: visual (writing instructions on the board, displaying images on the smartboard, students can refer back to results if posted in the classroom) auditory (asking open ended questions to guide instruction, reading primary sources aloud, describing images)

PRINT & WEBSITE REFERENCES: 
· http://climatechangeconnection.org/impacts/lake-winnipeg-impacts/lake-winnipeg-water-dynamics/
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